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I . INTRODUCTION 



A. The Problem of School Segregation 

American society has formally established, through the Supreme Court, 
the Congress, and the President, that school segregation is a bad thing, out 
of keeping with American ideals. Considerable legislative and administrative 
effort has be&ii directed at reducing school segregation. Scientific studies 
have detailed the negative impact of segregation on minority group academic 
achievement. Yet the brute fact remains that most Negroes in the United 
States go to school mainly with other Negroes and most whites go to school 
mainly with other whites. So far, our formal policies and -governmental 
activity have not appreciably changed this situation. 

The Baltimore City Public School System initiated a study of the 
historical experience of each Baltimore City school with respect to the 
numbers of non-white and white students, for every year since the Supreme 
Court desegregation decision became the policy of the City School System. 

Dr. Dollie Walker tabulated these data and produced a report for the use of 
the school administration. With the beginning of the Center for the Study 
of Social Organization of Schools at Johns Hopkins, Dr. Paquin asked the 
Center to work with Dr. Walker in further analyses of these data. 

Our purpose here is twofold. First, we want to describe in as economical 
a way as possible what has been happening during these eleven years--what has 
been the effect of these legal and administrative policies. Second, insofar 
as these effects fall short of the ideals set forth by the law and taken as 
an aim by the school administration, we want to find out as much as possible 
about the causes of the failure. 

B. Summary of Findings 

We can briefly summarize our main results as follows: 

1. Both the Baltimore City System and the Baltimore County System have 
made some progress toward desegregation within their systems. But both 
systems taken together,, and considered as a single "metropolitan" system 
have made no progress at all, by any criterion. This is because while 
segregation within the political boundaries has declined in importance, the 
City-County boundary has become the most important segregating influence 

in the metropolitan area. Unless integration can take place across the 
City-suburban boundary, neither school system by itself can appreciably 
affect the amount of segregation. 

2. Second only in importance to the county boundary is private and 

parochial school segregation. Almost all of the students in private schools 

are white. Thus even operating within the public school system of the City 
to decrease segregation would have little effect, because a very large part 

of the whites who might go to school with Negroes are not subject to public 

policy because they are in private and :pArochial schools. 

3. The progress that has been made in the City has been made entirely 
by introducing Negroes into previously segregated white school environments -- 
virtually none of it involves introducing whites into Negro schools. In 
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addition, each year some schools which were previously desegregated become 

early all Negro. This means that the number of predominantly Negro schools 
never declines— it always increases. 

4. In recent years, the number of schools "resegregating" to become 
predominantly Negro has approximately equalled the schools "desegregating" 
by introducing Negroes into segregated white environments. That is! the 
only kind of desegregation that the policy has been able to effect has been 
almost exactly equalled in recent years by a compensating number of schccis 
becoming segregated. The efforts put in to get '* 
necessary just to stay even. 



"progress" have been 



, there are very few schools left which are still segregated 

white in the City. That is, because of the private school and county line 
effects on segregation, within a few years it will be impossible for any 
City policy to achieve desegregation, decause there will be no more sSregated 
whites to mix with Negroes to produce an integrated environment. 

6. All of the above forces operate more strongly on the elementary 
schools than on the secondary schools. That is, more Negroes go to school 
with whites in secondary schools than in elementary schools, and desegregation 
progress has been more substantial and longer lasting with secondary schools. “ 

. . '^he fundamental explanation for segregation of schools is the segrega- 

tion of neighborhoods. The elementary schools are almost exactly as segregaLd 
as are neighborhoods (census tracts) in the metropolitan area. Lnior high 
schools are considerably less segregated than neighborhoods. That is, whatever 
nfluence the public school has on the level of segregation of social life in 
altimore (both in the City and County) is in the direction of more mixture 
than in neighborhoods. Clearly the private school system works~the direc- 
tion of more segregation in school life than in neighborhoods. 

- uu‘ suggested to explain the segregation of 

neighborhoods has to do with the schools themselves. This is the idea that 

point," and that if the proportion Negro in a school goes 
ver that point, the whites will flee. This is not true in Baltimore. If 
ere are some Negroes in a school, the proportion Negro increases about 7 per 
cent per year, no matter what the proportion Negro was at the beginning of the 
year. Instead of a "tipping point," it seems that there is about the Lme 

demographic pressure of increasing Negro school populations, which 

^ schools near enough to the Negro neighborhoods' for 
e children to get there. That is, a policy of restricting the proportion 
egro in desegregated schools to a certain level would not produce any sub- 
stantial effect, unless the demographic pressure of Negroes is siphoned off 

elsewhere. The only place to siphon it off to produce desegregation is into 

the private and suburban school systems. . ' 

. 

«... source of neighborhood segregation is differential 

pe migration . That is, when a Negro moves out of a desegregated neighborhood 

neighborhood, he tends to be replaced by a Negro. The net migration of whites 
into the metropolitan area takes place almost entirely in the suburbs, the 
et migration of Negroes moves almost entirely into the City. Only by canturino^ 
par o te inflow of whites, can desegregated neighborhoods remain desegregated 
People move out of neighborhoods for all kinds of reasons, only one 
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is racial prejudice But once they are on the move, apparently whites will 
not move into a desegregated neighborhood (and hence a desegregated school), 
while Negroes will. 

C . Policy Implications 

The general policy implications of these findings are quite clear if you 
want to desegregate the school system. Putting general policy recommendations 
ito practice will, however, be very difficult, because the obstacles to 
i; .egration are peculiarly difficult to control by public policy. 

1. Energy directed at increasing the desegregation effort of the City 
School System cannot have large effects. Their quite vigorous efforts in 
desegregating previously segregated white schools are having little net effect, 
and this effect is bound to decline as the few remaining segregated whites are 
"used up" by encouraging Negroes to enter. The reason this vigor has not 

had much effect, and will have less in the future, is that the demographic 
pressure of the Negro community's growth creates resegregation at an equal 
speed as the policy produces desegregation. 

2. Within the school system of the metropolitan area as a whole, there 
are two possible solutions. The first is the elimination of the City-County 
boundaries as the major segregating force in the metropolitan school system. 
This might be achieved in two ways. One is to open up housing in the suburbs, 
but to keep the school systems separate. The other is to integrate the County 
and City systems. This would only be feasible, we think, by constructing 
large educational parks near the City boundaries, and bussing City children 
out to them, and suburban children in. The second major influence within 

the metropolitan school system is the private and parochial system, whose 
segregating effect on Negroes is just about equal to that of the City-suburban 
boundary. The private schools are responsible for a very large share of the 
segregation within the City. The integration of these systems should be a 
major factor in any effective policy of desegregation. Of course, we realize 
that these are counsels of perfection. The City school system itself can do 
virtually nothing to influence the openness of the suburban and private school 
systems. Probably only civil rights organizations and the state and federal 
governments can do anything about either of these. 

3. Behind the problem of school segregation, as our data show, is the 
problem of neighborhood segregation. And this in turn is mainly a problem 
of demographic pressure from the growing Negro community, and a large net 
migration of whites out of the City not being replaced by whites moving in 
from outside. Policies concerning the choice of a place to live, once a person 
has decided to move to the Baltimore area, can only be affected by making 
desegregated environments more attractive, relative to the alternatives. This 
is mainly a matter of changing the manner of functioning of the real estate 
market, and greater forces than the school system have tried to affect that 
market with little success. 

Of course, if the schools throughout the metropolitan area were equally 
integrated, for instance by the construction of educational parks, then 
wherever in-migrating whites moved they would be moving into an integrated 
school situation. And if Negroes could buy into suburban neighborhoods until 
they were more or less evenly distributed, all in-migrating whites would be 
moving into integrated neighborhoods. We suspect that nothing less than one 
of these two alternatives will render integrated neighborhoods stable. 
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Short of such a thoroughgoing revolution in American ethnic relations. 
^ that might affect somewhat the pattern of net migration 
which could be carried out by the school system itself. The basic problem is 
to break into the realtor-client communication system, for realtors generally 
know nothing about the schools associated with a residence except what they can 
see-and they can see Negroes. The school system might engage in a systematic 
program to introduce true information on the quality of inLfrated sZorinto 
the realtor-client system. They might do this, for example, by systemawLnr 
encouraging realtors to bring clients to schools for visits, by pLviding 

quality of the school (the proportion of students going on 
to college preparatory work is probably the measure of most interest to 
parents), ai^ by printing an attractive brochure on "Baltimore's Integrated 
Schools". These proposals are described in more detail in the report itself. 

the re;ort ^atimates we have made in 

the report of the educational disadvantage that Negroes suffer because of 

school segregation. We have espimated that the equivalent of .63 yearsif 

educational disadvantage of Negroes at the 12th grade is due to loLl prac- 

hal^dL to^thi^co°”t^^b°'*'^a*'^^i private school, and almost 

half due to the county boundary). Compared to this, about 2.28 vears of 

Negroes°evL With’cf characterise Baltimore metropolitan area 

^ ^ complete desegregation of the area. Clearly from an 

and teaching'’fofdifadr"? education and innovations in curriculum 

d teaching for disadvantaged students must be the major focus of attention 
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II. BALTIMORE CITY SCHOOL DESEGREGATION 

One of the early decisions to be made in any analysis of desegregation is 
to define exactly what is meant when we speak of desegregation. Is a desegre- 
gated school one that has both races represented even though it may be only 

one member of the second race (Any Amount of Desegregation)? Is it a school 
that has at least 10 but no more than 90 per cent of its students of a second 
race (10% Criterion)? Is. it one with between 20 and 80 per cent of a second 

race (20% Criterion)? Or is it some more complicated definition based on pro- 

portion of "potential” students actually enrolled in the city schools? There 
could be justification for the use of any one of these or various other defi- 
nitions; However, thete is always an element of arbitrariness in the selec- 
tion of one definition. In this study, we have selected the 10% Criterion as 
the one on which to concentrate our attention. 

A second decision to be made in any analysis is deciding the most effi- 
cient approach to assessing the problem. We can talk about the number of 
desegregated schools, or the number of pupils in the system going to the de- 
segregated schools, et cetera. 

What we have attempted to do in this study is to look at the desegre- 
gation problem by different methodological approaches (summary measures, per- 
centages, patterns of change) and also to look at various units (schools, 
students) as a focal point. It is our intention that in doing so, we can 
give a clear assessment of the desegregation progress in the Baltimore City 
School System. 

A. Segregation Indices 

One method of assessing segregation in a system is to use a summary mea- 
sure. Then any progress or regression would be reflected by changes in this 
measure. Otis D. Duncan and Peverly Duncan^ have discussed a number of such 
segr gation indexes used at \ carious times in the literature. One of the more 
commonly used one is the discimilcrity index, "D," which indicates the pro- 
portion of either Negroes or whites who would have to be moved to a different 
school to achieve a racially balanced school system. 

With the dissimilarity index, however, one faces the problem of how 
apatial limitations affect its usefulness. This index does no t^ take into 
account any limitations on the redistribution of the population, and in our 
case we would end up with some schools having very large student bodies -- 
more than could possibly be accommodated — - while others would have only a 
fraction of their original student body. Obviously, this limitation has to 
be dealt with. 

What we propose in this analysis of desegregation is a revision called 
the replacement index, "R,"2 that does take into account the spatial distri- 
bution of our school population. However the. dissimilarity index "D," has 
been used in a number of segregation studies, 3 and we will report it in places 



iQtis D. Duncan and Beverly Duncan, "A Methodological .Analysis of Segregation 
Indexes," American SdciQlo.glcal Review . Vol, 20, April, 1955. 

2See Appendix A for the derivatipn of the replacement index. 

30ne of the more recent ones is Karl and Alma Taeuber, Negroes in Cities, 
1965. 
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where it might be useful to make comparisons with some of the results in the 
literature. In any case, the algebraic relationship of the two is a simple one 
which makes conversion from one index to the other an easy task.^ 

Our replacement procedure will always move an equal number of Negroes and 
whites, replacing a student of one race with a student of another race. In each 
. chool, we take the total number of students enrolled, regardless of racial com- 
position^ as an indication of the number of students which this school can ac- 
commodatR. Taking this number as one constraint on how we redistribute our 
school population to achieve a balanced situation, we determine the proportion 
cf the total school population (Negro and white combined) that this school serves. 
Using that proportion we then proceed by asking how many white and Negro students 
W 3 need to move in order to both achieve a racial balance and keep our total in 
eac.i school the same number as it originally was. 

For example, if we have School A with 1,000 students and an entire school 
system population of 100,000 (School A has .01 of the total school population), 
then our procedure will achieve a racial balance iu which School A will have 
.01 of the total Negro population in the school system and .01 of the total 
white population in the school system making up their student boefy of 1,000 and 
comparably for each school in the system. Our replacement index, "R," is the 
summary measure indicating what proportion of the total school population (both 
Negroes and whites) that would need to be moved in order to achieve a racially 
balanced school system while keeping. the tq.tal number of students in each school 
fixed. One half of the students moved would be Negroi one half white. 

The following table gives both the Replacement Index and .the Dissimilarity 
Index for Baltimore City Schools from 1955 to 1965. 

Table 1 

Segregation Indexes for 
Baltimore City School System 
(1955-1965) 

R D 



1955 


.45 


.94 


1956 


.44 


.90 


1957 


.43 


.87 


1958 


.42 


.85 


1959 


.43 


.86 


1960 


.42 


.84 


1961 


.41 


.82 


1962 


.40 


.82 


1963 


.40 


.81 


1964 


.40 


.82 


1965 


.39 


.82 



Observing changes in the replacement index, we see that there has been a 



1r = 2D w/T) (w'/T) where 
D = dissimilarity index 

N = total number of Negro students in the system 
W = total number of white students in the system 
T = N + W 
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small amount of progress made toward desegregation. The proportion of students 
which have to change schools in order to balance the school system has decreased 
over the past eleven years. However, most of that progress occurred between 
1955 and 1961 (R * .45 in 1955 and .41 in 1961). Since 1961, there has been 
only c slight decrease in the proportion of the school population which Would 
have to change schools. From that time and continuing through the time for 
which we haye data, it would have been necessary to move about .40 of the city 
students to accomplish a racially balanced school system in the City. 

Of course, the polemics surrounding progress in desegregation can only 
partially be talked about with percentages. It is only when one talks about the 
impact of desegregation on the students themselves that the most Important part 
of the problem is discussed. Although the data available in this report are 
limited in scope as far as dealing with the implications of segregation, we do 
have very good studies documenting some of the consequences of segregation. One 
of the most recent and worthwhile studies in this, area is that of Coleman and 
his associates^ based on a nationwide sample of school children. Generally their 
findings ate what would have been predicted; however, the importance lies in 
these results being scientifically documented and taken out of the realm of guess 
work. 

The study was concerned with the performance of minority groups and the dis- 
advantages they are under in schools throughout the nation. . According to Coleman 
and his asspeiates, Negroes are in more crowded classrooms, more students per 
teacher, than is true for white students. By the indicators used in the study, 
Negroes go to more inferior schools than do whites. They have access to fewer 
library and textbooks per student, to fewer laboratory facilities, to less 
varied curricula in school and fewer extracurricular activities outside of school, 
and are taught by less able teachers. In addition, it was found that ''...the 
achievement of minority pupils depends more on the schools they attend than does 
the achievement of majority pupils. This finding, coupled with the inferior 
schools, means that Negro students enter school with a disadvantage and this 
disadvantage increases as they progress through school. This was found to be 
the case: Negroes in the first grade, for example, had a median pcore of 45.4 

on a verbal test and whites had a score of 53.2; however, the median score for 
Negroes in the 12th grade was 40.9 and for whites 52.1, showing a wider dif- 
ference at the end of their school experience than was true at the beginning. 

Two additional findings are worthy of attention in any report concerning 
integrated schools. (1) A pupil's achieveiilant and aspirations strongly relate 
to the educational backgrounds and aspirations of other students in the school. 

If a Negro goes to an integrated school, he is more likely to be surrounded by 
students with higher educational achievement than if he is segregated in schools 
with his own race. Thus we would expect the performance of Negroes in integrated 
schools to be better (with relevant background variables controlled) than 
Negroes in segregated schools. One thing needs to be emphasized in connection 
with this finding. It is not the racial composition of the school, per se, 
that is affecting performance but rather social characteristics such as aspira- 
tional level. (2) If a Negro feels that he has control over his own destiny, 
then his performance exceeds that of whites who express a feeling of lack of 

^James S. Coleman, et ai .. Equality of Educational Oppor >^nity , U.S. Department 
of HEW, Washington, D. C. : U.S. Government Printing Office, 1966. 

2 0p.cit . . p.22. 
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control. In general, fewer Negroes than whites express this control, but 
those Negroes in schools with a higher proportion of whites have a greater 
sense of control over their future. 

only when we focus on such 'findings as these that we talce the 
desegregation problein out of the legal context- of achieving racially 
balanced schools because a law has been enacted. The really important 
issue is the barriers which segregation puts up by giving Negroes inferior 
education and thus stifling their chances in every segment of life. 



B. Percentages of Students in De spgregated Schools-. 

In this section, we will discuss the percentages of different types of 
schools (segregated Negro, segregated white, desegregated) and observe 
whether or not there has been a decrease or an increase in these types of 
schools at both the elementary and secondary level.’ 

After we have classified the schools by type of racial mixture in the 
school, we will present the percentages of students who attend these different 
types of schools. 

1. Elementary Level 

In those cases where there has been some ambiguity concerning classifica** 
tion. Dr. Walker has been able to . iw on her many years of experience in 
the Baltimore City School System and has taken the main responsibility for the 
classification of schools by level. 

d'. ) Shhoolsir-'!!’ . ■ ' • 

The pfercentagei.ofodefe^regated.-eldmehtary ’.schools ih' Baltimore City has 

increased since 1955. At that time 60% of all elementary schools^had students 

of only one race (40% of the elementary schools were Negro and 20 % were white 

schools). Most of the progress has been in eliminating all-white schools. 

Since 1962, there have been some 6 to 8 % of the schools which were all-white 

schools. Because of the tremendous surge of elementary Negro students, however, 

there were still one third of all elementary schools having only Negro students 

in 1965. There has been almost no progress made with desegregating these all- 

Negro schools, and the percentagecof elementary schools with a predominantly 

jj 0 g]-Q student body has been rising. Since I960 around 60% of all the elementary 

schools have been segregated schools by having a predominantly 90% or more Negro 

student body, and we have already indicated that about one half of these are 

all-Negro schools. Approximately 16 to 25%® of the elementary schools are segre 

gated with a predominantly white student body. 

% 

There has been very little progress made in desegregating elementary ‘ 
schools since the first attempt was made. The percentage of predominantly Negro 
Schools has steadily climbed as has the Negro population, and the attempts at 
desegrating these schools have not been large enough to overcome the increased 



®The percentage depends upon whether you designate desegrated schools as those 
having between 10 and 90 per cent whites or whether you use those having 20 to 
80 per cent whites. 
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p«dictifn”Zrbe'Lde%oJTL‘rse TT^"' disheartening fact is that a 
trends which we discuss under Causes^of Balti^^''*'’r^*'* prssent demographic 
it is the young Negro nil ; f School jf 

higher rate than whites and if it-is Hi ^ city and producing children at a 

city and hence taking his young children ““ving °ut of the 

of Negro children will be enterinc tho i increasing number 

of whites. This has certainly been true TtL'LfrfL'vef ye'ars!""'"' 
b. Students 

regated olemfniarrsfhools*(desegreg students attending deseg- 

than 10 and lees than 90% whites in their-.sLdLi.”bpdies)r® 



Table 2 



Percentage of Negro Elementary Students Attending 
Desegregated Schools (10 to 90% White) 
(1955-1965) 





Segreg ted Nonwhite Schools 
CO- 10% Whif-p'i 


Desegregated Schools 
(11-89% Whi 


1955 


92.5% 


6.7% 


1956 


88.2 


1957 


85.8 


11.0 


1958 


85.8 


13.0 


1959 


82.7 


13.4 


1960 


83.7 


16.8 


1961 


82.4 


15.9 


1962 


84.0 


17.3 


1963 


83.4 


15.6 


1964 


84.8 


16.1 


1965 


85 


14.6 




13.8 



^ tliGSG rows do not pdd f*n 1 nn*y -? x-t. 

ssrs— - 



students 
it: is the 
and 100%. 



school childreri^ Tde'seSela^dTcL:! °":i ^^--hary 

increasing the percentage of Negro eleInen^flr Pi^ress has been made in 

schools. As a matter of fact, the Dercen^fla^ students going to desegregated 
decrease in elementary Negro students aft- years show a 

85% of Negroes were in elfmentary school^that schools. In 1965, 
these were in schools having totll segregation. ^ segregated, and one half of 

desegregated schools? percentage of white elementary students in 
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Table 3 



Percentage of “White Elementary Students Attending 
Desegregated Schools (11 to 89 Per Cent White) 



1955 

1956 

1957 

1958 

1959 

1960 

1961 

1962 

1963 

1964 

1965 



Segregated White Schools 
(0<^10% Negro) 

79.5% 

71.9 

73.4 

66.5 

59.7 
60.3 

56.9 

56.8 

45.6 
56.8 

57.7 



Desegregated Schools 
(11-89% White) 

20.5% 

28.0 

26.1 

32.6 

39.7 

38.3 ■ 

41.9 

41.6 
52.2 

41.4 

40.6 



.0 

schools fo™this°pLiod*^*'^ (Tables h” of desegregated and segregated 

picture Zl eleLntary ;choo?s is o^ f , “derail 

desegregating Negro schools" the nerc° pi^ogress having been made in 

s:lThL''l^^^i?s d^L^ea:: "srTf ™ 

schooL^cr r::c:L^: L^t:sJr 

the trrndt:1nfS°:f Se^oltud^nL'atlhe ll f 

to cause the continuation :f:egr:gSd NegroM:"!^'’^ 

the pe^frmInL'’onhrNfgrorthrprfsent situatior"”^ integrated schools to 
education for Negroes bv LttinP th^J^ I situation is a bleak one for upgrading 

neighborhood sbhools «ill be discussed rn^Le^tL^r^th^tighbo^lo^d slgj^gation. 
2. Secondary Level 

schools^over^th^elevL^vearf percentage of Negroes in the senior high 

is found r^the ele^nL^scLoL ‘hat 

population has increased Thus if 'th * white secondary school 

gating the senior hrgrs^hooJr the effe^ 

elementary level. the effect would be more noticeable than at the 

a. Schools 

There have been no segregated all-white senior high schools since 1961. 

10 
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The percentage of all-Negro schools in the system has been very unstable, 
increasing and decreasing over the eleven years. It dropped, to a low of ll7o 
in 1964 but increased to 21% in 1965. There has been no progress made in 
changing predominantly Negro schools to desegregated ones. Again the progress 
has been by desegregation of the white schools. Thirty to forty per cent of all 
senior high schools (excluding token desegregation) are now desegregated, to be 
contrasted with no desegregated high schools in 1955. 

b. Students 

The following tables show the percentage of Negro and white students 
attending desegregated schools: 



Table 4 

Percentage Negro Senior High Students 
Attending Desegregated Schools (11 to 89 Per Cent White) 

(1955-1965) 





Segregated Nonwhite Schools 
. (0-10% White) 


Desegregated Schools 
(11-89% White) 


19.55 


96.8% 


0 . 0 % 


1956 


91.6 


3.0 


1957 


85.0 


11.0 


1958 


77.4 


19.9 


1959 


75.0 


22.2 


1960 


73.0 


25.8 


1961 


68.0 


. 31.0 


1962 


63.9 


34.8 


1963 


58.7 


39.6 


1964 


52.7 


45.1 


1965 


49.4 

Table 5 ’' 


47.7 




Percentage White Senior High Students 


Attending Desegregated Schools (11 to 89- 

(1955-1965) 


Per Cent White) 




Segregated White Schools 


Desegregated Schools 




(0-10% Neero) 


(11-89% White) 


1955 


100 . 0 % 


0 . 0 % 


1956 


85.3 


14.7 


1957 


60.2 


39.8 


1958 


46.1 


53.9 


1959 


43.8 


56.2 


1960 


39il 


60.9 


1961 


38.0 


61.9 


1962 


38.6 


61.4 


1963 


39.9 


60.1 


1964 


40.9 


59.0 


1965 


49.5 


50.2 
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About half of all white senior high students attend desegregated schools. 
This doeSj however, have to be qualified by the statement that the previous 
seven years showed an even higher percentage of white students in desegregated 
schools. The encouraging part of this picture is that almost one half of the 
Negro senior high students are in desegregated schools. Of course, this means 
that the other half are in schools consisting predominantly of students of 
their own race. The significant fact here is the difference in Negro ^ 
elementary students attending desegregated schools and Negro senior high stu- 
dents attending desegregated schools. 

C . Patterns of Change in Schools 

A third way of looking at the desegregation problem is to look at what 
has happened to various schools over time. Since 1955, how many schools 
have shifted from a segregated (white or nonwhite) school to a desegregated 
school? Does a school stay desegregated once it has become so or does it 
quickly resegregate by a different race? 

In this section we will look at the overall! patterns which are manifest 
by schools changing from one type (segregated white, desegregated, segregated 
nonwhite) to another type in the Baltimore City School System. 

Table 6 gives the aggregate figures for Baltimore City schools shifting 
across the boundaries we have established to identify segregated and desegre- 
gated schools. The desegregated boundary consists of those schools between 
107 o and 90 % white with all others beingi?s*gdagsted . 



Table 6‘ 



Summary of Yearly Shifts for Baltimore City 

1955-1965 





Total Schools Shifting 
from "Segregated" to 
"Desegregated" 


Total Schools Shifting 
from "Desegregated" to 
"Segregated" 


Total Shifts 
in 10 Years 


White to Non -White 

Deseg. . to Deseg. 

X T ' 

53 4 


Deseg. to 
White’ 

9 


Deseg. to 
Non-White 

22 


Of the Total, Number of: 
Net Shifts, Old Schools 


29 2 


0 


9 


Shifts of New Schools or 
Closed Schools 


4 1 


0 


2 


Net Shifts from Seg. White 
to Seg. Non-White 


10 


10 


Multiple Shifts Not Inclu- 
ded in Net Figures 


10 - 1 


9 


1 
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For example, the total shifts of schools between two school years from 90 
percent or more white to between 10 and 90 percent white ("White to Deseg. ) 
was 53 (first column, first row). Reading down the column, of these shifts, 
29 were still manifested in 1965 among schools that started in 1955 as segre- 
gated white. In addition, 3 new schools that had started as white were 
desegregated in 1965, and one desegregated school does not appear in our 1965 
data (School #208) . Ten schools that had desegregated went on to be resegre- 
gated as 90 percent or more non-white. In addition, there were 10 schools 
that desegregated and then resegregated, or that started 1955 desegregated, 
then resegregated white, then desegregated again, or had some other multiple 
shift during the 10 years. ^ 

Of all the shifts reported, 76 percent (67 out of 88) were permanent 
shifts. Of those permanent shifts, all but 3 were in the direction of 
increasing proportions of Negroes. The only important complication intro- 
duced into the previous picture of massive changes during the decade is a 
group of about 10 schools which bounced back and forth over the 90 percent 
white boundary.^ 



^Schools with multiple shifts may indicate rather special equilibrium condi 
tions, which might be studied. The schools involved are: #10, #47, #51, 

#62, #71, #80, #83, #98, #208, #219. 

fairly typical pattern is that of School #51, which had the following 
yearly pattern of percentage white: 



Year 


% White 


1955 


100.0 


1956 


98.9 


1957 


91.8 


1958 


92.3 


1959 


96.4 


1960 


91.1 


1961 


88.4 


1962 


89.6 


1963 


85.3 


1964 


90.5 


1965 


91.3 
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Table 7 



Yearly Patterns of Desegregation and Resegregation 



Years 


Desegregation 

Shifts 


Resegregation 

Shifts 


Total 

Shifts 


Per Cent 
Re segregation 


1955-56 


11 


2 


13 


15% 


1956-57 


6 


1 


7 


14% 


1957-58 


6 


3 


9 


33% 


1958-59 


5 


0 


5 


0% 


1959-60 


2 


5 


7 


71% 


1960-61 


7 


1 


8 


12% 


1961-62 


1 


2 


3 


67% 


1962-63 


10 


5 


15 


33% 


1963-64 


5 


7 


12 


58% 


1964-65 


4 


5 


9 


56% 


Total 1955-59 


28 


6 




18% 


Total 1960-65 


29 


25 




46% 



However, we can examine the yearly patterns for trends. In Table 7 
we present the number of desegregation shifts, and the number of resegre- 

gation shifts, for each year. 



It is perhaps most convenient to examine the last two rows of Table 7 
first. The overall pattern is that during the first four years after the 
desegregation decision, there was a good deal of net progress toward 
desegregation. During the last six years, nearly the same schoo 

rese^egated as desegregated, for very little net progress. The school 
system Ls in the same situation as Alice and the Red Queen in Wonderland- 
it had to run as fast as it could just to stay in the same place. It had 
almost the same rate of desegregation as in the 1955-59 period, a ra e 
previously had brought substantial progress. But it had stepped onto 
treadmill of resegregation, and is now just keeping up. 



This is illuminated in a different way if we look at 
which were desegregated for the first time in 1956. (See Table 8.) Of 
11 schools only 6 are still desegregated by our criterion. Three of these are 
near the 10 per cent boundary for a segregated non-white school (15,6/o, 18.9/o, 
and 19.9% white), and are likely to become resegregated in the near future. 
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This partly reflects the fact, of course, that these first schools to 
be desegregated were probably near to the growing Negro ghetto, and are now 
mostly firmly inside it. But the disheartening fact is that the first 
favorable impact of desegregation has been nearly wiped out in 8 out of 11 
schools, by the pressures of resegregation. 



Table § 

Proportion White in 1965 for Schools Desegregated in 1956 



School # 


% White 1965 


2 


18.9 


42 


7.9 


65 


1.0 


68 


58.1 


70 


78.4 


85 


0.1 


90 


0.3 


91 


15.6 


214 


19.0 


298 


6.8 


407 


60.0 



Table 9 reports the numbers of schools, out of the 124 City schools for 
which we have data, which had one or another overall pattern of change during 
the period. For instance, there were 52 schools (for which we have data) 
that were less than 10 per cent white (segregated non-white) in 1955 (see 
total on the right, first line). Of these, only 2 had changed to desegregated 
schools by 1965 (These are schools ^i^ll5 and 136; school 115 became desegregated 
between 1956 and 1957, school 136 between 1964 and 1965; in addition, one school 
which started in 1957, #25, and #71, which started as a segregated white school 
and became a segregated non-white school, desegregated by increasing numbers 
of whites between 1963 and 1964) . The great majority of originally segregated 
non-white schools have remained segregated.^ Reading in Panel B of Table 9, 
only 3.8 per cent of 1955 segregated non-white schools became desegregated by 
1965. 



The picture in the second line of Panel A is even more discouraging. Of 
the 15 desegregated schools in 1955, 9 have become segregated non-white schools. 
The pressure of overall increase in the proportion Negro in the City has driven 



Schools # 


100, 


101, 


102, 


103, 


104, 


106, 


107, 


108, 


109, 


111, 


112, 


113, 


114, 


118, 


119, 


120, 


121, 


122, 


125, 


126, 


128, 


129, 


130, 


132, 


133, 


135, 


137, 


138 


139, 


140, 


141, 


142, 


143, 


144, 


146, 


148, 


156, 


159, 


160, 


161, 


162, 


181, 


182 


183, 


450, 


451, 


452, 


453, 


454. 
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out 60 per cent of the few bright spots in the 1955 picture. Only 6 schools 
have remained desegregated throughout the period,! 



Table 9 

Patterns of Change in Baltimore City Schools 
Between 1955 and 1965 

Number of Schools by Segregation in 1955 and 1965 

(Pane] A) 

1965 



Type of School 










Seg. NW^ 


^ b 

Deseg. 


Seg. White^ 


Total 


1 


Type 


Seg. NW^ 


50 


2 


0 


( 52) 


9 

c: 


Of: 


Deseg.!* 


9 


6 


0 


( 15) 


3 

5 


School 


Seg. 


10 


29 


18 ■ 


( 57) 






Total 


m 


— ( 37 ) 


. - (18) 


(12^) 



a. Less than 10 per cent white 

b. 11-89 per cent white 

c. More than 90 per cent white 



Percentage of Schools by Segre|gation in 1965 . 
of Those in Given Segregation Categories in 1955 

(Panel B) 

1965 







Spg- 


Deseg. ^ 


Seg. White^ 


Base 


Type 


Seg. NW^ 


96.2% 


3.8% 


- 


100% 

=52 


Of 


^ b 

Deseg. 


60.0% 


40.0% 




100% 


School 










=15 




Seg. 


17.5% 


50.9%% 


31.6% 


• 100% 



=57 



a. Less than 10 per cent white 

b. 11-89 per cent white 

c. More than 90 percent white 



The stably desegregated schools were #10, 13, 27, 32, 53, 225; the schools 
which retrogressed to become segregated non-white were #14, 20, 37, 60, 61, 

63, 74, 87, 99. It would be useful . to study the differences between these 
two groups of schools, to see more exactly what conditions facilitate 
preserving desegregated schooling in those schools where it has been preserved. 
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The only place where we see substantial progress is in the last line. 
The segregated white schools of 1955 have been substantially desegregated. 

Of the 37 schools desegregated in the last period (for those for which we 
have 1955 data) 29, or 78 per cent, have been created out of previously 
segregated white schools. That is, more than three fourths of all the 
desegregated school situations in the City are the result of introducing 
Negroes into previously segregated white environments. To look at this 
another way, the change from 15 schools in 1955 desegregated to 37 schools 
desegregated in 1965 took place by losing 9 to segregated non^rwhite, and 

gaining 2, for a net loss of 7, but gaining 29 and losing none to segregated 
white.. 1 

On the* other hadd, during the ten year period, 10 schools were desegre- 
gated then resegregated. They started off with more than 90 per cent white, 
and. ended with less than 10 per cent white. ^ 

The only remaining reserve of segregated white schools that the City 
system can use'.to make the only kind of progress they have been making 
toward desegregation are the 18 remaining all-white schools (and whatever 
segregated white schools we did not have data on for both years). They 
have taken 68.4 per cent out of this pool already, and have not added to it. 
There remained 18 schools as potential targets for desegregation efforts of 
the kind that have accounted for progress in the past. Given this small 
pool, there is relatively little hope that past policies limited by the City 
boundary will amount to much.^ 



1 

2 

3 



These 29 were schools #2, 3, 9, 22, 34, 43, 44, 46, 48, 49, 50, 68, 70, 71, 
72, 91, 203, 212, 213, 214, 218, 221, 223, 294, 296, 404, 406, 407, 408. 
School 71 passed through a segregated non-white period in 1962 and 1963. 

Schools # 18, 42, 59, 64, 65, 69, 85, 88, 90, 298, 

These schools are #6, 23, 33, 41, 47, 51, 55, 56, 76, 83, 84, 92, 98, 211, 
215, 220, 403, 410. 
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Ill . ^AIjTIMORE ©©UNTY fSCHOOL DESEGREGATION 



There has been a growing tendency for the population in the central 
cities in the United States to have an increasingly larger percentage of 
Negroes. This has been because of Negro migration into the cities, higher 
Negro birth rates*, and migrat-ion of whites out of the city into the surround- 
ing suburbs. Because of the impact which these migration patterns have on 
the school systems in both the surrounding counties and the central city, 
we will include data from the Baltimore County School System in our report. 

Indeed the problem has grown from one of neighborhoods defining the 
lines of segregation to one of city-county lines defining the boundaries 
of segregation. That is, segregation has become one in which the Negro 
school population is concentrated in the city and the white school popu- 
lation is concentrated in the suburbs. These migration patterns and their 
implications will be examined more closely under "Causes of Baltimore City 
School Segregation." The problem of segregated schools moves from one for . 
the Baltimore City School System alone to one for the V :ropolitan Area as 
a whole. By presenting the picture for the City, Coun^^ , and Metropolitan 
Area (Baltimore City and Baltimore County combined), we should be able to 
present a much more realistic view of the school segregation problem. 

A. Segregation Indices 

The segregation inddces are reported for the Baltimore County School 
System in the following table. Data for 1955 on Baltimore County students 
(and therefore for Baltimore County and City combined) are not available. 

Table 10 

Segregation Indexes for Baltimore County School System 

(1955-1965) 



R D 



1955 


* 


* 


1956 


.10 


.91 


1957 


.09 


.82 


1958 


.07 


.74 


1959 


.07 


.71 


1960 


.07 


.70 


196 i 


.05 


.69 


1962 


.05 


.67 


1963 


.05 


.65 


1964 


.05 


. 63 


1965 


• .04 


.59 



These figures show that desegregation in the County school system could 
be achieved more easily than it could in the Baltimore City System. In look- 
ing at these figures, one must keep in mind that segregation in the county 
has never been the acute problem that it has been in the city, because the 
numbers are smaller. In 1965 there were only 4% of the County's 109,000 stu- 
dents who were Negro, compared with Baltimore City's 61% Negro out of approxi- 
mately 190,000 students. The City has faced the additional problem of a 
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rapidly increasing proportion of Negroes while the County population of Negro 
school children has shown almost no change in absplute numbers. Because 
their population of whites has Been steadily increasing, (in 1965 it was 1% 
times that in 1956) , the proportion of Negro school children attending county 
schools has decreased. This, of course, is just the opposite of what has 
happened in the City, and it is an extremely relevant point in comparing the 
County situation with the City. If you have very few students of one race, 
then intepating them with a second race appears an easy task simply because 
shifting just a few students around will achieve an integrated situation in 
the schools, regardless of how much effort has or has not been put into 
desegregating the schools.’ 

By our replacement procedure, even in a totally segregated situation, 
the maximum number of students ever having to moved will be equal to 
the number of that race which constitutes the smaller number in the school 
system (although half of our movers would be from each race). That is, 
the county system simply cannot talk about integration of students that are 
not in its school system. A small proportion of Negroes automatically means 
a small integration problem regardless of how they are distributed. 

« 

This should be kept in mind when viewing the County and City data. The 
County, as it presently stands, has a small integration problem because it 
has a small proportion of Negroes; the City has a large integration problem 
because for the last eleven years the proportion of Negroes and whites has 

which constitutes the maximum problems of integration 
(40:60 was the Negro to white ratio in 1955 and 60:40 in 1965). However 
given the present' trend, Baltimore City will soon "solve" its problems in 
oneosense: if is fast becoming an all-Negro school system and with no 

whites in the city to integrate with Negroes, there will be no "problem of 
integration left for the City school system. However, the problem will 
still be there for those citizens interested in providing equal educational 
opportunities for all students whether they live, in the County or in the City. 

In 1965, .04 of the .population would have had to be moved to another 
school to have a balanced County School System, whereas ten years earlier 
some -10 of thq students would have had to move. It should be pointed out 
fhat in both the County and City systems, the greatest progress was made 
in the earlier years - before 1961 - and since that time the progress has 
slowed down considerably. Between 1956 and 1961, the proportion of: the 
nonwhite Baltimore County population having to move dropped by .05. Since 
that time 'the decrease has been only.. 01. 



B. Patterns of Change in Schools 

A comparison of the results of the analysis of the City system with the 
Baltimore County system shows clearly that the County system does not respond 
to the same forces as the city system. Table 'll shows the same data as Table 
la, but for the County system from 1956 to 1965 (our data on the count- for 
1955 are incomplete) . 

County system was segregated 

white in 1956 (74 out of 78 dominantly white schools, or 94.9 per cent) 
and was still segregated white in 1965 (of these same 78 schools, 66 were 
segregated white, or 84.6 per cent). This overall weakness of the demographic 
pressure of increasing non-whit® is .aflected in 'the fact that no resegregLior 
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has gone on. Only about an eighth of the dominantly white schools have been 
desegregated by increasing the proportion of Negroes in thp Connhv =. j 

^th over half of the dominantly „Lte schoolf t:::gvegate: 

desegregated then resegregated (See Table:?). In total^ 

srh^ol • desegregated 68.4 per cent of its dominanUy^hite 

schools in the ten year period The County in the nine year period hL 
esegregated 12.2 per cent of its dominantly white schools. 

This difference in "progress" in the City and the County is perhaps 
the most marked indication or where the problem lies. The growth ^of the 

!nd’^th^“'’^r school population puts very unequal pressures In the City system 
and the suburban and private systems. This leads to a rapid rate of Le\ind 
of progre^ in the city, the virtual I elimination of the segregated ^ite 

progress in the City is resegregation. But the City 

must pay this cost because the suburbs and private scLols are making virLallv 
no progress toward desegregation. maKing virtually 



Table 11 



Number of Schools by Segregation in 1956 and 1965, 

Baltimore County 

(Panel A) 

1965 



Type of S.chool 



1 



Type/ 


Seg, NW' 


"Of . 


Deseg.^ 


Schobl 


Seg. 


4 V. 


Total 



Peseg.^ Seg. White^ Total 



2 


0 


rruj.L.c 

1 


xouai 

(3) 


0 


1 


0 


(1) 


0 


9 


65 


(74) 


C-2) 


_OP) 


(66) 


(78) 


3. Seg. NW ~ 


0 - 10% 


White 




b. Deseg. = 


11 - 89% 


White 




c. Seg. W = 


90 -100% 


White 
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Table 12 



i Type 
Of 

School 



Percentages of Schools by Segregation in 1965, 
of Those in Given Segregation Categories in 1956, 

Baltimore County 

(Panel B) 

1965 



Type of School 





See. 


^ b 

Desee • 


See. White^ 


Base 


Seg.NW^ 


66.7% 


- 


33.3% 


(3) 


_ b 

Deseg. 




1007. 




(1) 


Seg.W^ 


- 


12.2% 


87.8% 


(74) 



IV. METROPOLITAN SCHOOL DESEGREGATION 
(BALTIMORE CITY & BALTIMORE COUNTY COMBINED) 

The preceding discussion of segregation in Baltimore City and Baltimore 
County has given a clear indication that the political boundaries of City- 
County constitute boundaries of segregation. Any progress in desegregation 
in the future will necessitate treating the City-County as a Metropolitan 
unit rather than separately. In this section we will take a brief look at 
desegregation in the Metropolitan Area (Baltimore City and Baltimore County) 
as a whole during the period for which we have data. 

A. Segregation Indices 

The situation for the Metropolitan Area is much more like that for 
Baltimore City than for Baltimore County. (See Tables 1'. a>id 'MvOi- IThefe .has been 
virtually no progress made in achieving Metropolitan desegregation: 



Table 13 



Segregation Indexes for Baltimore Metropolitan Area 
(Baltimore City and County Combined) 
1955-1965 





R 


D 


1955 


* 


* 


1956 


.40 


.91 


1957 


.39 


.89 


1958 


.39 


.88 


1959 


.39 


.87 


1960 


.40 


.86 


1961 


.40 


.86 


1962 


.40 


.86 


1963 


.40 


.85 


1964 


.40 


.85 


1965 


.40 


.84 



the proportion of students needing to change schools has remained almost the 
same for the entire period. In 1965, it would have been necessary to move .40 of 
the Metropolitan students in order to have a balanced Metropolitan school 
system, the same as it was ten years earlier. After eleven years of moving 
toward the goal of desegregated schools, this figure indicates that the 
problem is just as large for the Metropolitan Area as it was when the Supreme 
Court declared separate Negro and white school systems illegal. As these 
data show, separate school systems for Negro and white students are no longer 
being maintained within the City, but separate systems are being maintained 
within the Metropolitan area, the Negroes being mainly concentrated in the 
City school system and the whites in the County system. 
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Patterns of Change in Schools 

patterns is'tL^°of^r analysis of changes in segregation 

to No noHr*^ ^ Popalatxon movements that have to be adapted 

. ‘ ^ ^ yet proposed to deal with segregation suggests that we 

should arrange to have fewer students of a given kind to deal with. 

1955 hr W56rt„^iSas ®«8'«8ntion patterns from 

ly:):) Cor 1956) to 1965 in relation to the main politically instituted 

‘••at between the City and the County. See Table 14. 
^e overall situation has three striking characteristics. First, there 

Lhool* In’'thfc>”° i”Pontance of the segregated non-white 

the orovresc^^ a actually increased in importance. Second, 

the progress in desegregatipn is almost entirely concentrated in the Citv 

thar*rc?r"'^.”°" P«-=-bage -going to desegregated schooU iLs^ 

thpn the City achieved the year . after the Supreme Court decision. Thirf 

e progress in the City is entirely due to a radical decline, almost the 
elimnation, of the segregated white school. . From 47.9 per cent of all 
students in segregated white environments in 19.5‘5, the city has gone to 

such environments . Most of ^he segre^t:^ T^elchools 

made nearly maximal use of its whites to create desegre- 
gated environments, the City has retrogressed in the proportion of alf 
1 s students going to the most disadvantageous type of segregated school, 



Table 14 



Segregation Patterns, for Metropolitan Area 
{ altimore City and County), and for the City and County Separately 

Percentage of All Students in 



Area 



Year 



Segregated 
Non White 
Schools 
(0-10% White) 



Desegregated 

Schools 



(11-89% White 



Segregated 
White Schools 



(90-100% White) 
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the predominantly non-white school. In short, ^ policy by the City system 
alone, however enlightened, can destroy the disadvantageous dominantly Negro 
school. Even with an excellent use of its whites over this ten year period 
to produce desegregated environments, the City system has been losing the 
war against segregation of Negroes. The reason this policy has failed to 
make a substantial impact is obvious from the figures on the County system. 

92.4 per cent of the County student population go to segregated white 
schools. And this is out of a larger population in 1965 than it was in 
1956. The whites that might be used to create desegregated environments 
are locked up behind the County boundary, and segregation is taking over in 
the City from this effect of County boundaries. 

Given the pattern in the overall changes of the City and County systems 
discussed earlier, the overall pattern of shifts within particular schools 
is more or less determined: We will expect very few of the segregated non- 

white schools to have changed by increasing numbers of whites, but considerable 
change in the opposite direction. That is, not only did the overall city 
system change in the direction of an increasing proportion of Negroes, but 
also (we expect) most individual schools - if they !,had room - would add Negroes 
rather than add whites . 
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V. estimates of educatiohai, disadvantage of segregation 

1, o /I fnr the Office of Education on a national sample, done 
In a study based ^rkers’’- it was shown that Negro students 

by James S. Coleman and his ^o-worke ’ ■ ability scores in verbal 

Lsults in inf erioduedodationrfb'r '-Negroes. 

- tv,=. -renort we will use the relationship found in 

the nfari -;r frr°o1o;t 

fufth"efti™edrcaaoraf disadvantage of Negro students in Baltimore 
which is due to different segregating effects. 

TO understand what this means consider^a «®B-^®tudent in 
Baltimore City which has 70 percen . eg j,<jg f-o that found in the 

to have the educational disadvantage ” with^VO percent Negro. According 

national study for ^0^ JL ■■ftanLl^deviatiL■• in his 

to the national data, this TOuld schooling for students 

verbal ability, which amounts to about three year 

in the 12th grade. 

hi. 1. . -‘tt ™ 

as follows. He Negroes were completely desegregated, 13 percent 

total population. Even if Neg correLonding part of his educational 

dLaL“t;grfarL"thoughl'!fas-holding even under complete desegregation. 

He then lives in the "''g^Lt^Bl^perceM of the school 

Negro than the Baltimore County are Negroes. 27 

age population of Baltimore ^ „i,i<,h can be thought of as the 

percent minus Pf a Ltropolitan area with a high propor- 

effect on this student of living in a m p educational 

tion Negro, '^^is part of his segrega^^ country as a whole 

«•«. “ >• •“* 

local policy of desegregation could affect this. 

1- • 4. -ji-eaif Qince Neeroes do not live in appre- 

Then he lives in the city itself, & percent 

ciable' numbers in the County. In a im ^ ^ percent minus 27 percent, 

Negroes among fe N^gro“^^ can be thought of as 

0jf'l4 percent of his being in a more Heg Id disappear 

lFTegiLfw!lf riftlS^^^^ - - -- - - 

County . 

goto'pllvale^rcLrisl'’^irfacl,^:Wt^k^^^^ 



r~ TT 1 al Ecuality of Educational Opportunity , D.S . 'Depgrtment 

James S . Coleman , et^. , g clvemment Printing Office, 1966 . 
of«)HEW, = W$ishington, D.O.. u.o. o v 
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population in Baltimore City are Negro. Hence 61 minus 41, or 20 percent 
of the school's proportion Negro can be thought of as due to the segregation 
caused by the private schools in Baltimore City. A corresponding part of 
his educational disadvantage could be eliminated if the private schools took 
the same proportion of the Negro population as the white. 

FAnallv, this particular student goes to a school somewhat more pre- 
dominantly Negro than the average of public schools. 70 percent minus 61 
percent of his degree of Negro environment, and hence a correspohdifrg part 
of his educational disadvantage, can be thought of as due to segregation 
within the Baltimore Public School System. 

In addition to the educational deficit caused by segregation, for 
historical and sociological reasons Negroes have some educational disadvan- 
tage even in nearly all white environments. 

Our purpose here, then, is to attribute the estimated educational 
disadvantage of Baltimore City. and County Negro children to these different 
kinds of segregation, so as to assess the relative importance of different 
causes. By mathematical techniques explained in the appendix we can form 
estimates of these effects. Then we can direct our policy to the most 
serious causes, rather than diverting our main efforts to minor aspects of 
the problem. 

A. Components of Educational Disadvantage; Baltimore City Negroes 

Table 15 gives our estimates of the components of the average educational 
disadvantage of Baltimore City Negro students. It is most important to look 
first at the local segregation components, because these might be influenced 
by local policy. 

Our estimates show that the two major local causes of educational 
disadvantage are the county boundary and the private school system (see items 
6 and 7) . If Negroes were not segregated from the county and from the private 
school system, most of the deleterious effects of local segregation would 
apparently disappear. Approximately .19 standard deviations of verbal 
ability increase, which amounts to more than one -half year of education by the 
12th grade, could be expected;. if we could break down the exclusion of Negroes 
from the suburban county and from the private schools. 

Only .02 of a standard deviation, or about .06 of a year (see item 8) 
would be the expected educational benefit of further integration of the 
Baltimore public schools. 

Clearly the major effort in a policy sense should be directed at the 
integration of the city and suburban school systems, and to the integration 
of the private schools. Furt’ ar efforts in the integration of the Baltimore 
City Public Schools can be expected to have a low educational yield. This is 
not to advocate, of course, that the Baltimore City Public Schools should be 
allowed to discriminate. But the major problemsiat the present time are 
evidently the suburban-city segregation, and the private-public school segrega- 
tion, of the metropolitan school system as a whole. 
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Table 15 



Estimated. Componetits of Average Educational Disadvantage; 
Baltimore City Negro Students 



Component 



Estimated Disadvantage 

in Standard Deviation Approximate Equiva- 
pf Verbal A bility^- lent. at 12th Grade 



(1) Historical and Sociological 



Disadvantage of the Average 
Negro in an All-White School 


.61 


1.83 


(2) Additional Disadvantage if 
Negroes Nationally Distribu- 
ted Exactly Equally in All 
Schools 


.07 


.21 


(3) Total Unrelated to Segreea- 
tipn, (1) + (2) 


.68 


2M 


(4) Due to Segregation into Balti- 
more Metropolitan Area 


.08 


.24 


(5) Total Not Influenced by Local 
Segregation, (3) + (4) 


.76 


2.28 


(6) Due to Segregation into Central 
City of Baltimore 


.08 • 


.24 


(7) Due to Private School Segrega- 
tion and Predominance of Negroes 
in Public Schools 


*11 


.33 


(8) Due to Segregation Within Balti- 
more City Public Schools 


.02 


.06 


(9) Total Estimated Disadvantppp^* 


.97 


2.91 



a. Thip estimate eliminates certain effects of family background. 



B. 



C omponent_s_of Educational D isadvantage; Baltimore Countv NpgrnPQ 



Po we carry out the same analysis for Negj:o students in Baltimore 
County, quite a different picture emerges. Table 16 gives our estimates for 

the city. But the impact of local segregation on County Negro students is 
opposite to that on City Negro students; Because of the segregation of 
Negroes into the central city, those few Negroes in the county are in a 

^harLIrelaUon!' 



27 



This means that the effect of the county boundary on their situation is 
to improve it, to give them an educational advantage . These few Coun*:y 
Negroes then derive benefits from the local segregation, by not being 
surrounded by a segregated, predominantly Negro environment. The advantage 
they derive from this, estimated at .13 standard deviations, or about .39 
years at the 12th grade (see item 6.), brings them very nearly up to the 
level of disadvantage of Negroes in an all-white environment - the disadvan- 
tage due to historical and sociological factors. This makes sense, since 
as we will see later, two thirds of all county Negroes go to schools which 
are 80 to 100 percent white. 

C . Comparison of Educational Disadvantage of City and Suburban Negro Students 

The degree of educational disadvantage of Baltimore County Negro 
students is thus estimated to b^ .63 standard deviations, or about 1.89 
years at the 12th grade level. (See Table 16, item (9)). That for City 
Negroes is estimated to be .97 standard deviations, or about 2.91 years 
at the 12th grade level. The estimated difference, then, is .34 standard 
deviations, or more than a full year of schooling. 

The verbal abilities of City Negro students then, would be expected to 
be a full year behind those of County Negro students, controlling for family 
background factors. As we have seen, most of this difference is due to 
segregation by the county boundary and by the private school system. 

The remaining estimated educational disadvantage of Negro students in 
Baltimore, over two years, is mostly due to item (1) in both. Tables. This 
is a matter which is not due to local segregation; rather it is the product 
of historical discrimination against Negroes and its continuing psychological 
and educational effects. This large deficit can be attacked by compensatory 
education ; to remedy historical educational deficiencies of the Negrc group 
as a whole. Clearly much of our effort- must be directed at finding effective 
ways to remedy the historical crime done by American society to the psycholo® 
gical, social, and educational life of the Negro group as a whole. 
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Table 16 



Estimated Components of Average Educational Disadvantages 
Baltimore County Negro Students 

Estimated Disadvantage 

(Negative = Advantage) Approximate Years 

in Standard Deviations Equivalent at 

Component of Verbal Ability^* 12th Grade 



(1) Historical and Sociological 
Disadvantage of the Average 



Negro in an All-White School 


.61 


1.83 


(2) Additional Disadvantage if 
Negroes Nationally Distribu- 
ted Exactly Equally in all 
Schools 


.07 


.21 


(3) Total Unrelated to Segregation. 

HJ_+ (2) 


.68 


2.04 


(4) Due to Segregation into Balti- 
more Metropolitan Area 


.08 


.24 


(5) Total Not Influenced bv Local 
Segregation. (3) + (4) 


.76 


2.28 


(6) Due to Segregation of County 
from City Negroes 


-.13 


-.39 


(7) Private School Factor 


b 


b 


(8) Due to Segregation Within 
County Schools 


.00 


.00 


(9) Total Estimated Disadvantage 


.63 


1.89 



a. This estimate eliminates certain effects of family background. 

b. The private school system does not result in Baltimore County Negroes 
being in predominantly Negro Schools, and is insignificant in this 

case. Hence it was not calculated separately but included in item 

( 6 ) . 
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VI. CAUSES OF SCHOOL SEGREGATION 



Given the preceding analysis whicn located certain patterns of segrep- 
tion that exist in the Baltimore area, we would like to concentrate in this 
section on some of the causes of segregation in the Baltimore City School 

System. 

A. Political Boundaries and Migration Trends 

No progress in destroying the all Negro school, in spite of the pro- 
gressive policy of the City system - this is the effect of political 
boundaries between the school systems of the suburbs and those of the 
cities . 

The mechanism by which this boundary has a segregating effect is that 
of differential migration. In any neighborhood, changing or not, a 
certain percentage of the people will be moving out. They get jobs 
elsewhere, or get enough money for a better house, or have more children 
or fighi with their neighbors. Perhaps this out-migration is somewhat 
increase in "changing" neighborhoods, but this "flight" is just an 
exaggeration of normal out-migration. The key question then for segrega- 
tion is the character of the in-migrants to the area. An area can remain 
stable in composition only if the in-migrants have the same composition 
( e ,g . , the same proport^-on Negro) as the out-migrants. 

Thus a stably desegregated area is one into which both Negroes and 
whites are moving. The key feature of suburban-city segregation, then, is 
the composition of the flow of in-migrants. The central fact of our time 
is that white in-migrants go to the suburbs, Negro in-migrants to the 
central city. 

By 1960 over half of all Negroes in the United States lived in the cen- 
tral cities of SMSA's. Of those Negroes dwelling in metropolitan areas in 
1960, 80% lived in central cities.^ In an analysis of some ten central 
cities, Reynolds Farley^ suggests that it is the ypun^ whites who are ^ 
continuing to leave the city and the young Negroes who are migrating into 

the city. 

3 

Baltimore City is no exception to this trend. Between 1960 and 1966, 
the white population in the city declined by approximately 12% while the 



^Philip M. Hauser, "Demographic Factors in the Integration of the Negro," 
The Negro American , Talcott Parson and Kenneth Clark (eds.), Boston: 
Houghton Mifflin Co., 1966. 

^Reynolds Farley, "Changes in Residential Segregation Since 1960." A paper 
read at the Southern Sociological Society, Atlanta, Georgia, March, 1967. 

^The following estimates of the population of Baltimore City are from 
Quarterly Statistical Report , Baltimore City Health Department, Bureau of 
Biostatistics, Third Quarter 1966, Vol. 18, No. 3. 
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nonwhite population increased by almost 15%, constituting about 41% of the 

'^ec'^ease in the white population is explained by a 

' out-migration. The increase in the nonwhite popula- 

over y®f = has been primarily due to an excess of bLths 

over deaths with a minimum due to migration. 



Estimates for Baltimore City 
White Nonwhite 



Estimated Net Migration 

(1965-1966) -12,640 

Estimated Population by Age 
(July 1, 1966) 

5-9 years 45,955 

10-14 years 42,851 

15-19 years 41,803 



358 



49,838 

42,287 

34,605 



® P^fticular neighborhood will have come from other 
hha metropolitan region. But the key fact about such migrants is 
not that they have left a neighborhood being desegregated (which they would 
ve, in the normal course of events, anyway), but that the whites will not 
move iS^ a desepegated neighborhood . Instead, they will move into the 
eg ega e su urbs if white, and into either segregated Negro or desegregated 
city neighborhoods if Negro. Hence over the long Inn, desegregaternei^r- 
hoods become resegregated Negro (as long as the net flow of in-migrants 
ontinues to the area as a ^ole), while the segregated white neighborhoods 

anti t° the central city is predomin- 

antly Negro, the net migration" to the suburbs predominantly whitL 

and equalizing the racial composition of in-migrants to the suburbs 

and city, especially by encouraging Negroes to settle in new housing in the 

Sned^° ’tv ” residential segregation by the county boundary be nnder- 

■ rf'' -a ="hool systL to unLr- 

dlssol V segregation is not broken, the only solution is the 

dissolution or the county-city school system boundary. 

a,-s rmplrcations for the Ci ;y school system of these demographic trends 

tZ S the degree of segreg^iL feU by 

afford^tL'^xtra* intensified. It seems to be the case that whites who can 
fbah the extra expense of moving into surrounding counties do so, and 
that new white immigrants to the area enter the suburbs. These are families 

Lit of liter®'”” "te two consequences from this It 

vllLl! ’ ““sequences the Baltimore City school system and more 
pnerally our society can ill afford: (1) The intensity of segregation 

increases for the Negro. He is already at a disadvantage because of his 

ir®’fS« ‘’^“‘^™”hage increases the more segregated the school system 

. (See the secpon on the components of educational disadvantage due to 
segregation). (2) The decline in the quality of the student body which disad- 
vantages both Negro and white pupils. With the better students moving either 
ounty schools or to private schools, the economically disadvantaged famili( 
are the ones whose children will be attending the City School System. They ar( 
the Negroes and whites whose socioeconomic status is so -low that it prevenL 

bee the section on Educational Disadvantage, p. 25. 
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escaping from the worsening conditions of city living Th^ ki • , 

to be one of an increasing decline in I f* P^^oblem is likely 

and whites remaining in the City School S^stlm Negroes 

was pointed out that Coleman and Vii o oo previous discussionl, it 

stood to pin more by improved schools than'did Srijoritf" I^oth"^ 
the majority is less affected by the school than is ths ■ ^ 

IS probably a more general phenomenon than onf relating Tdif J 

however, especially in view of the find,-ee f tpating to disadvantaged Negroes, 

background and aspiratio^I chara«eriftics ol'feH the 

saying is that disadvantaged whites - Hmc ellow students . What we are 

stand to lose from the exit of the bp^^ likely to remain in the city - 

do the Negroes That nerh nf students from among whites as well as 

ill afforl tL ad^tion^rdLaZnt^r'^""’ which can 

more likely to be exposed m ^ ^ f P°°5 education will be the ones 

cannot be looked on as a BaltimoII^Citv^/I^^i^^°’^Ki’^ ^®®®S^egation 

so widespread. ^^altimore City school problem when its consequences are 



B. 



^_s_idential Patterns of Segregation 



sepeStion%:!\1b:ors:gIegat^^^^^^ ^ neighborhood 

neighborhoods are from the 1960 Censtiq d ^ ^J^^^lable data which we have on 
degree of segregatiorexistiL .‘n ir ’ estimate the 

We have taken the three age categorieq^f^^ orhoods for school age children. 

comparable to school age children: the cens roughly 

indicating elementary r hool children* 10 category of 5-9 years 

years for senior high studeLs ^^is lol ^igh, and 15-19 

but- rather that they will give estimateq these data are precise 



Table 17 

Dissimilarity Index for Neighborhood and 

(1960) 



School Data 



CITY 



School Age 


_N* 


School 


Elementary 


.87 


.85 


Junior High 


.85 


.81 


Senior High 


.83 


.76 



*N means Neighborhood 



COUNTY metro 



N* 


School 


N* 


School 


.76 


.71 


.89 


.88 


.74 


.65 


.87 


.84 


.73 


.80 


.85 


.78 



Table 17 shows that neighborhood segregation fo1ln»c 
as school segregation: school age children follows the same pattern 

in the City than in the County; fhe LtropolitL r® segregated residentially 
either the County or the City alone The is more segregated than 

gated he is in both his school and his neighborhLd ^ 



envir^ents'isnl'L'segrega?er-tSft‘'„'^^^ children’s .. ■. „ 

Qhilte^ a-r'e-inorefs:egreVi^?«d •^^®:’’^^^Shb9rh9od’;of of his. 

■ ■ ^'®?'-*’'s,a2I£-^s^gr.ega.te.d,;,n'th^,pj,^^^^^ than in their 



"See page 7. 
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schools. (The one exception to this is in the county at the senior high 

school is more segregated than the 

eighborhood.) As childfenn progress in school, the discrepancy between 
the degree of segregation in the neighborhood and the schLl widens 
because the school becomes less segregated. * 

Haha comment which we can.jaake from an inspection of the 

that thp-^^^ Baltimore City School System might find solace in noting 

somewhat better than that found in desegreeatine 
neighborhoods. Difficult as school desegregation is, it is not ardSiculT 
a task as housing desegregation. 

The following tables give the percentages of schod. age children in 

neighborhoods and schools, using the criterion of between 10 
and 90 percent white to mean desegregated. 



Table 18 



Percentage of White Baltimore City Students in 
Desegregated Neighborhoods and Schools 





Segregated- White 


Desegregated 




(90-100% White) 


(11-89% White) 


• 


N* School 


N* School 


Elementary 


.*83.5% 60.3% 


15.0% ‘■.-38.3% 


Junior High 


82.0 75.5 


17.0 23.7 


Senior High 


80.7 39.1 


18.2 60.9 


*N means 


Neighborhoods (Census 


tracts) 



Table 19 



Percentage of Negro Baltimore ,City Students in 
Desegregated Neighborhoods -^nd Schools 





Segregated Nonwhite 


Desegregated 




(0-10% White) 


(11-89% White) 




N* School 


N* 


School 


Elementary 


69.7% 83.7% 


28.9% 


15 . 9% 


Junior High 


63.2 81.3 


35.1 


15.7 


Senior High 


59.6 73.0 


38.4 


25.8 


*N means 


Neighborhoods (Census tracts) 





About one-fourth of Baltimore City’s neighborhoods (census 
are desegregated (ll-897o white) j about half are segregated white 
neighborhoods, and one-fourth segregated Negro neighborhoods. 



tracts) 



• are more likely at every school-age to be in a segregated 

neig or oo environment than in a segregated school environment. The 
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opposite is true of Negroes. They are more likely to >be in a 
desegregated neighborhood than in a dasegregated school. However, the 
overwhelming majority of Baltimore school age children live in 
neighborhoods which are segregated. But how ^can whites in the City School 
System go to more integrated schools, while Negroes go to less 
integregated schools? The answer, of .^course, is that the segregated white 
private schools do not appear in the^ table. If they did, white segregated 
schools might be as frequent, as white segregated neighborhoods. 

^^at this pattern indicates is that the school system has induced 
some whites to send their children to integrated schools. They have no 
influence toward having them live in integrated neighborhoods. The 
school system has no jurisdic'bi:t>n over the neighborhood pattern of 
segregation. Yet this residential segregation is a powerful force in 
determining school segregation. /One encouraging point is that white 
children are found in desegregated schools even though they are mainly 
in segregated neighborhoods. 

Any reasonable solution will have to fiohcentrate on keeping the 
white children in the city schools and attracting the children of 
iihii.iAigrantsv' . The city system must put an all-out effort into 
f,^P8^^ding their educational system. It cannot offer an education of less 
quality than either private or county schools. The recent unfavorable 
reports which., the city system has received must be rectified. They 
are an added ’’push” out of the city system of the better students! 

At this time Negroes need whites in their schools. Negroes, on the 
average, perform more poorly than do whites because of their accumulated 
disadvantage. There may be a future time in which middle -class Negroes 
can provide the same stimulus that whites have to provide now. 

Unfortunately until we give Negroes a better enviromait to become 
educated in, there wiH not be enough middle-class Negroes to do this. 

The school can do two things, both having to do with the quality 
of education in the city system. (1) Concentrate on giving quality 
education ’ in .desegf egatedi'st^ools ; the prediction being that ' 
quality of education is_ a more powerful motivator for whites than is stick- 
ihg_; to traditional patterns cf segregation. (2) Regardless of what whites 
are in or out of the system, every effort should 'be put into upgrading 
the Negro ghetto schools. The first suggestion mairiLy involves holding 
on to some'thing that is there, the second one we will discuss below. 

One way which the City can help to upgrade the educational 
facilities for its students is to send (noard good). tea ch'eis ihto^j’thdtghetto 
schools. But provide additional incentives for them to go there. They 
have a hard task before them. One cannot put medibcre teachers into 
crowded slum classrooms and the brightest, more energetic teachers into 
the best school districts and expect to provide the same opportunities 
for both groups. ofTstiid'eats,.' J.It .takes aci.Q_t,mpireJ.energy.;r..pa1iience:.and.' understanding 
to deal with disadvantaged children. Therefore the school cannot teach 
as many of them in a classroom as it can having students more able. 

At least all school systems have recognized this when making provisions 
for physically and mentally handicapped classes. Is it not equally 
important to recognize it for socially disadvantaged children? The 
same principle applies. In those areas, the teacher has to be challenged- 
and some would respond to this challenge-but he cannot be overwhelmed by 

^For example, in the Spring of 1967, th^e NEA Report received a lot of publicity; it 
called attention to the ills; of the school system. - Too little publicity is given to 
the positives of the system. 
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('or more 1 ‘I, i ^u * classes would have more than one teacher 

iS™”. .1: L * •"* " iM. ..™ . fSSS.i 

.~d. «: •■»•*•■ 

**Tipping Point” 



reseg^gation*'^"'that'’Xr^’^-'*'‘*^^® ‘''® process of desegregation and 

The fdef is th^t whitefwill'Hfrn P^°P°"“°n Negro. 

Negro passes a cer^Lrp:-^. " proportion 

higher thrnronoit“‘'T‘“ i® that the 

will flee. In such°a caS° tLre k°’^^ rapidly the remaining whites 

RathPr ^ t ’ ^ definite "tipping point " 

decrease in tL® ^Lber 0^"^^“:? 



we have usefabLf "mis demographic pressure, which 

Negro in rtbnT'en ? predict that no matter what the proportion 

against whatever 4ite fp™L the^e^ar^""^^ P“sh 

we classify air*scLoirw"the'^^°"^"^r^‘^^^° following procedure. First, 

Then we ask the ques^iL For a?r'"b """ beginning of the year, 

during one vear \b=r J ^ schools with about a given percentage Negro 

foU^C y^:""’ ttllZ *^h®rr ^age increase in proportion Negro in tL 
What was^tb! !' ^ question we can ask, using the same approach is • 

uf ,1:^ mirL\\\LT\"a°" :v"“r i 

we can onfy estimatrthis lasl f procedure used here, 

iu the AppentoT^e results are^riabm"2o!"'’°‘' explained 

we Sh!,nfi-^f us examine f i third column. If there were a "tipping point" 

larger! inLcatLg mL''arthaS' "““^tb “b"''“ bLoL'much’ 

we iind is T!™ fve!!!e !aS ’'Nat 

white school 1.62 per cent per segregated 

school there is an a-iro>-a ^ starting with the 10 per cent Negro 

proporhon Lgro TM^nLtT^"'^^T,^^ " '=° “ bh® 

For instance, the highesf ®PP®bently in a random fashion. 

the average ca! L eS^ted f! L a fn" " ”hich on 

year (an increase cH fi! 1 ■ “®®bo school the following 

figures is f!rtha ^ percentage Negro). But one of the lower 

“!„-x “:: r.s'“ 

. ::s.: Kit k :x.. 
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Table 20 



Change in School Composition, by Initial Composition, 
for Baltimore City, 1955-1965 



Per Cent 
Negro 

(Midpoint)* 


Interval* 


Average Change 
1 in Per Cent 
Negro /Year 


Approximate Net 
Per Cent of 
Whites Leaving 
Per Year 


Number of 
School Years* 


5 


0-10 


1.62 


1.71 


616 


10 


5-15 


4.57 


5.08 


164 


15 


10-20 


4 93 


5.80 


125 


20 


15-25 


5.27 


6.59 


93 


25 


20-30 


■'.99 


10.65 


72 


30 


25-35 


9.61 


13.73 


53 


35 


30-40 


9.40 


14.46 


49 


40 


35-45 


7.26 


12.10 


52 


45 


40-50 


7.77 


14.13 


42 


50 


45-55 


8.48 


16 96 


31 


55 


50-60 


7.01 


15.58 


42 


60 


55-65 


5.63 


14.08 


40 


65 


60-70 


7.18 


20.51 


33 


70 


65-75 


7.71 


25.70 


38 


75 


70-80 


7.15 


28.60 


37 


80 


75-85 


6.7i 


33.50 


35 


85 


80-90 


5.52 


36.80 


33 


90 


85-95 


2.72 


27.20 


45 


95 


90-100 


.01 


** 


742 



* 



See Appendix for Exact Explanat_on 

By the estimating procedure, this gives a meaningless figure (equivalent 
to divisbn by zero). See Appendix C. 



Then, of course, there is no more room for it to become more Negro. This 
indicate* that thehpattern is consistent with the idea that resegregation 
is due to demographic pressures, which push equally on all schools with any 
appreciable number ’of Negroes in them. 

If we look at the fourth column, a different picture emerges. This 
column estimates the net percentage of whites who were there in the preceding 
year, who moved out without being replaced the following year. This shows a 
steady increase up to the 30 per cent Negro school. After that, it remains 
near 14 per cent net loss of whites each year until we get to the 60 per cent 
Negro school. Prom 60 per cent Negro onwards, there is a steady increase in 
the net percentage of whites leaving each year, reaching about a third per 
year in the 80 per cent Negro school. 

The overall pattern, in spite of the flat space in the middle, is that 

the more Negroes there are in the school, the larger the proportion of 

whites who leave without being replaced. Apparently the psychology of whites 

runs along the line that "some Negroes in a school is bad, more is worse." 

The overall result, then, is that there is no "tipping point." Or rather, 
the "tipping point" is zero. If there are no Negroes in a school, the whites 
do not, on a net balance, leave very fast* Once a school is desegregated 
the proportion Negro is likely to go up each year in a steady fashion, at about 
7 per cent per year. 

The data are consistent with either of two ideas about the causal forces 
involved. One idea is that the demographic push of increasing Negro popula- 
tioniis about 7 per cent per year, applied about equally to all schools with 
any Negroes in them. The other idea is that the more Negroes there are in a 
school, the greater tlie tendency of whites to flee. Perhaps there is a 
plateau between 30 and 60 per cent, where about one out of seven whites (net) 
flee each year. 

From a policy point of view, this means that quotas for percentage Negro 
in desegregated schools are not a rational policy. Wherever the quota point 
is set, it will tend to be undermined either by demographic pressure of a 
growing population, or some constant net tendency to flee by whites, or a 
combination of both. 

If the quota could be set throughout the metropolitan school system, so 
that wherever one went (suburbs or city, public or private), there were 30 
percent Negroes, then neither net redistribution nor fleeing would operate. 

In that case, only the higher birth rates of Negroes would (very gradually) 
increase the proportion Negro. But the key problem is to set the positive 
quota of 30 per cent Negro in the suburban and private schools, rather than 
the negative quota of "no more than" a certain percentage in a given city 
school. 

n. Level of School ^ 

In this section we will look at elementary vs. secondary schools. If 
one observes segregation existing at the different levels (elementary, 
junior, and senior), then the earlier statements of the overall pattern of 
segregation continues to hold true for each of these levels: the county 

and city have both made some small progress in desegregating their schools. 



the county more than the city. However, by looking at the progress made in 
each of the different levels of schools, one begins to pinpoint one cause 
of segregation: the level of school. The following figures are for 

Baltimore City Schools. 



Table 21 

Segregation Index for Baltimore City Schools by Level of School 

(1955-1965) 







Elementary Schools 


Jr 


. High Schools 


Sr. 


Hish 


Schools 




pa 


3-: R 


D 


pa 


R 


D 


pa 


R 


D 


1955 


.53- 


’■ .46 


.94 


.29 


.37 


.91 


.42 


.47 


.97 


1956 


.57 


.44 


.90 


.33 


.34 


.79 


.42 


.44 


.92 


1957 


.59 


.42 


.88 


.36 


.36 


.79 


.42 


.41 


.85 


1958 


.63 


.40 


.87 


.38 


.31 


.78 


.42 


.38 


.79 


1959 


.65 


.39 


.87 


.41 


.40 


.83 


.43 


.38 


.77 


1960 


.68 


.36 


.85 


.46 


.40 


.81 


.43 


.37 


.76 


■1961 


.69 


.35 


.84 


.51 


.39 


.78 


.44 


.35 


.72 


1962 


.71 


.35 


,85 


.55 


.39 


.79 


.44 


.35 


.72 


1963 


.71 


.34 


.84 


.61 


.37 


.79 


.46 


.35 


.70 


1964 


.72 


.35 


.85 


.63 


.37 


.80 


.49 


.33 


.67 


1965 


.74 


.33 


.86 


.67 


.35 


.81 


.52 


.33 


.66 


a. Proportion Negro in 


system each 


year 


at the specified 


year. 




About 


one third of the 


students 


at each level would 


have 


to be 


moved 



to achieve a racially balanced system. However, if one remembers that 
in the City there is quite a lot of variation in the Negro to white ratio 
at the different levels: approximately 1:1 at the secondary level, 2:1 

at the junior level, and 3:1 at the elementary level, then we realize that 
the intensity of the problem varies with the level of the school. For 
example, tb -achieve a balanced elementary system in 1965, it would be 
necessary~to move 33,934 students. The means that 22% of the Negro and 
63% of the white elementary students in Baltimore would be changed to a 
different school. We would move 35% of the junior high students: 11,552 
movers or 26% of the Negro junior high students and 52% of the white students. 
If we look at the senior high for 1965, we see that. one third of the students 
would be moved: 11,152 total (half of the movers from each race). And these 

would be 32% of the senior high Negroes and 32% of the whites in the Baltimore 
^teni. In sum, the ratio of Negro to white movers . is the same as the ratio 
of white to Negro students at the particular level of a school. 

This finding of variation in the degree of segregation according to the 
level of school is probably not a surprising one, especially when we take 
into consideration the demographic trends discussed earlier. Elementary 
schools are neighborhood schools, and serve a much smaller unit than do 
secondary schools. We therefore would expect them to reflect the racial 
composition of the immediate neighborhood rather than the more heterogeneous 
combination of several neighborhoods . 

There has not been the tremendous influx of Negroes at the secondary level 
that has been true of the elementary level, even though the secondary schools 
have experienced an increase in the percentages of Negroes. This increased 
proportion has added to the complexity of desegregating elementary schools. 



The above section clearly indicates that the segregation problem is 
more acute at the elementary level than it is at the secondary level. Any 
solution to the problem will have to be one that concentrates on desegre 
gation of the elementary level. There are tw9 complicating factors in any 
attempt at desegregating elementary schools:^ (1) The school has no control 
over external forces impinging upon segregation in the school. One 
most potent of such external forces is that of housing segregation. The 
school has no power .to change residential patterns (for either Negroes or 
whites; yet this force crucially affects the degree of segregation in the 
schools. (2) There are more difficulties inherent in moving young children 

out of neighborhood schools. 

Desegregation in the elementary school will at best be only token dese- 
gregation unless white parents send their children to city public schools. 

The trend is away from doing so. There have been several proposed solutions 
for desegregating schools in the central city. One that has received a lot 
of attention is that of building an educational park to which all school 
children will go - a kind of massive educational complex which would do away 
with neighborhood schools. There are several serious considerations to 
accepting such a proposal - and we are now assuming that citizens seriously 
wish, to solve segregation problems. First of all, there would have to be a 
safe and rapid transportation system to accompany such an educational park. 

Few parents would wish to have their young children spend a long time 
travelling back and forth to school, and the present system of transportation 
would be unusable in such a set-up. Those people - again Negroes and whites 
who are the most disadvantaged and on whom any desegregation report must 
focus - would be least able to afford either the money or the child s time 
that would be necessary under such a system. Quite a few of these families 
depend upon their school-age children to help at home, to look after younger 
children while the parents work, and so forth. The conclusion seems to be 
that the disadvantaged group cannot afford such a system nor would the 
better families of whites be enthusiastic about such an educational park for 

their children. 

Such an educational park assumes that money would be available for the 

venture. Even so, it still takes time. And the desegregation problem 

cannot wait for entanglement in redtape that such a project would encounter. 

Such a system would work only if it could reach the white County students. 

Otherwise, we would be suggesting a system which wo,uld do nothing more than 

take the Negroes out of neighborhood schools and send them to an educational 

park where they would go to school with Negroes. The most merit, in our 

opinion, is that an educational park is a long-range goal to be considered 

for a Metropolitan solution. In‘i:he meantime, all promising short-range 

goals should be pursued,' 

# * 

There are more difficulties in shifting elementary children to schools 
outside their neighborhoods. Parents object. First of all, white parents will 
Stand up in great protest at the thoughts of busgring their children out o ^ 
a better neighborhood school to a ghetto school in order to solve segregation 
problems. At least that is what happened in New York. Our society endorses, 
verbally anyway, equality for all citizens. It also places education as one 
of the most important items in its value • system. It probably assumes even 
more importance for parents when it is their own children's education, bnder 
the proposed solution of reassigning children, conflict is created in many 
parents. For the white it is his commitment to equality of opportunity vs. 
his commitment to giving his children the best possible education. So perhaps 
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this solution looks easy on paper; it is much more difficult in reality. It 
would only intensify the segregation problem in the long run because white 
parents will hasten to take their children out of the city public schools 
and into the county or private schools. 

E . School Policy 



The statistics above illuminate the degree to which segregation patterns 
can be affected by the policy of the City School System as presently consti- 
That is, the City system does not now legally have the power to mix 
its students with private school or suburban students. If we assume that 
these legal limitations will remain, how effective can City School policy be 
in achieving progress in integration? 



The first crucial fact is the result of the analysis of Table 7 in the 
Patterns of Change in Schools . The rate of desegregation activity by the 
school system was almost the same in the 1960-65 period as it had been in 
1955-59. About the same number of schools were desegregated per year (out 
of a smaller pool of segregated white schools). Further, three out of the 
four transitions from segregated Negro schools to desegregated schools were 
carried out from 1963-65. In spite of this same level of activity on the 
part of the school system, the net effect was no desegregation. This is 
because resegregating forces grew to equal the effect of school policy. 

Now the question is whether any school policies might be able to 
decrease the rate of desegregation. As we have argued above, this is a 
question of the net migration into desegregated school districts. The cru- 
cial point in the determination of net migration is whether whites, as well 
as Negroes, move- into desegregated areas. 



We might suggest that one factor in this failure to in-migrate into 
neighborhoods with desegregated schools is a stereotype which rates schools 
from good" to "bad" according to the proportion Negro. This stereotype is 
especially strong among real estate dealers, who usually know nothing else 
about schools except the proportion Negro. The question, then, is how the 
school system might break into the realtor-client communication system to 
get accurate information into the hands of prospective in-migrants of both 
races. We might suggest exploration of the following alternatives, any of 

which should have a positive effect in these desegregated areas where there 
are good schools: 

1* Extend invitations to all realtors to bring prospective clients to 
the neighborhood school. 

2 , Provision of photographs, information, and invitations to visit schools, 
in a kit for each school, to realtors. These kits could be passed out to 
prospective clients by the realtor. First priority for such kits should go to 
desegregated schools. 

3. The organization of committees of the PTA in desegregated schools, 
who would survey the neighborhood for "For Sale" or "For Rent" signs. They 
could then place invitations to visit the school and talk to the Principal, 
giving the appropriate school numbers and addresses, on the doorknobs of every 
such house on the market. They could call the realtor to invite such visits.-;- 



4 An attractive and informative brochure, with photographs and comments 
by parents, might be printed called something like "Baltimore's Desegregated 
Schools." Selecting six or eight fairly stably desegregated schools, a 
pictorial essay could be written emphasizing their quality. T e proportion 
of students entering college preparatory high school curricula from elemen- 
tary and junior high schools is perhaps the most influential measure of 
quality for such people. A list of presently desegregated schools (usmg 
some reasonable criterion of "desegregated" from the point of view of in- 
migrating whites) might be appended for those attracted to desegregated 

situations . 

5. Perhaps some of the local newspapers might be interested in preparing 
such a pictorial essay for publication in the Sunday edition This might hit 
the public of migrants within the metropolitan area quite effectively. 

6. Data on the proportion of students in these desegregated schools 
entering college preparatory courses (for elementary and junior high schools) 
anf entering college (for senior high schools) -^ht be dissemins ed each 
year. In the absence of inform.ation on how good a school is, we can expect 
that prejudice will form a basis for judgment. The infomation 

course, discourage some people if it indicates a poor sc oo or am i i 
parents. But then it should. 

7. Some combination of the above efforts mighu be directed toward a 

few desegregated schools in the first year of the program, as a pilot project. 

8 The City system might take a strong position on opening up the 
suburb; aL private^chools%o more Negroes.l perhaps the school system itself 
is not the vehicle for such activity, but they are surely a very interested 

party to it. 

The results of this study have broader implications than for the Baltimore 
Metropolitan Area in two respects. First, the method of analysis itself can 
readily be applied by other school systems which routinely . . 

racial data. To facilitate this, the computer programs used for the analysis 

will be made available upon request. 

Secondly, the findings for the Baltimore Metropolitan Area are general sable 
to other large urban areas having similar demographic characteristics. Differ- 
eLerin the degree of influence of such factors as private and parochial schools 
anHoLl politfcal boundaries on desegregation patterns will, 

Each school system will have to be studied to determine specifics. However, 

the broad pattern of desegregation described in this report should hold 
for other large urban areas. 



Irhere has been some successful cooperation between cities and subui.us 
placed Negro central-city pupils in suburban school systems. This has been 
the case in Hartford, Conn., Boston, Mass, and Rochester, H.Y. 

2These programs and write-ups for the IBl 1094 computer are available from the 
Hopkins Center. 



APPENDIX A 



Calculation of Replacement Index 



The following is an explanation of the construction of the replacement 
index along with a hypothetical exam.ple to illustrate its computation: 



Students 



School 


N. 

1 

Negro 


W. 

1 

White 


(Total) 


N.+W. 
1 1 

n^+Wt 




(a) 


(b) 


(c) 


w 


1 


30 


500 


(530^ 


.22 


2 


20 


100 


(120) 


.05 


3 


150 


150 


(300) 


.12 


4 


400 


150 


(550) 


.23 


5 


. 800 


100 


(900) 


.38 


Our first 


1400 

constraint 


1000 
is that 


for each school. 


column "c" will remain 



t le same after we have achieved a racial balance through our replacement 
procedure. 



STEP 1: N.+7. 



where N. 



W. 

1 



N. 



W, 



T 



# of Negroes in School i 

# of Whites in School i 

# of Negror'^. in All Schools (K schools) in 
the System 

# of Whites in All Schools (K schools) in 
the System 



Step 1 gives the proportion of all students in the system which are 
in school i. In our example, it is column "d"; this is the proportion 
of Negroes and the proportion of whites which the school should have 
to be racially balanced. 



STEP 2; Since the procedure used replaces a student of one race with a 
student of another, it is necessary to look at only one race in 
order to find the total # of movers. We arbitrarily select a 
race: the whites. 



i A.udicates the proportion of whites in School i. The difference 

between that and the proportion necessary to achieve integration 
(found in step 1) will be the proportion whites which need to be 
moved: 
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w. 

1 







T 


/Al 


School 


(d) 


(e) 


(f) 


1 


.22 


.50 


.28 


2 


,05 


10 


.05 


3 


12 


.15 


.03 


4 


.23 


.15 


.08 


5 


.38 


.10 


.28 








.72 



STEP 3: If the above proportion is multiplied by W^, then the number of 

movers can be divided by the total population to give the propor- 
tion of movers; 






The replacement 
index is R = 



Z 

i=l 






W 

w 



w 



T 



T T 



The dissimilarity 
index is D 



k 

1/2 2 



N. W. 

_i - _i 

N W 



The relationship between D and R is; 



R - 2D X (proportion of whites in total population) X 
(proportion of Negroes in total population) 
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The Calculation of Estimated Educational Disadvantage 

The national study of equality of educational opportunity found that 
the achievement of Negro students was directly related to the proportion of 
white students in their schools. The larger proportion white, the higher Negro 
verbal and mathematical achievement. ^This finding holds when family background 
factors are statistically controlled. 

From these findings on a national scale, we can extract an estimate 
of the effects of proportions of white on Negro students' verbal ability scores, 
controlling for family background. The estimates in Tables 15 and 16 assume 
that what holds nationally also holds in Baltimore. 

Equation (1) below gives the results of this national study for the 
effects of proportion white on Negro student's verbal ability score, controlled 
for family background factors. 

^ = -,(i\ - .57 Pn, where y = score of Negro students on a verbal ability (1) 

test, measured in standard deviations from the white 
mean ability level 

Pn = proportion Negro in the school to which . ^ 

tne student goes 

Thus if he goes to an all-Negro school, Pn would be 1.0, and his verbal achieve- 
ment would be 

-.61 - .57(1.0) = 1.18 standard deviations from the white mean. 

If he went tc an all-white school (except for himself, of course), Pn would be 
about 0.0, and his verbal ability score would be, on the average 

-.61 - .57 (0.0) = .61 standard deviations from the white mean. 

Note that item (1) in both Tables 15 and 16 is equal to .61, the educational 
deficit of Negroes in all-white schools. 

By taking e = -y = the educational deficit of Negroes, we have 

e = .61 + .57 Pn (2) 

Now if we take a particular individual, i, we can say that his expected 
educational deficit, e^, will equal 

e = .61 + .57 Pni, where Pj^^ = the proportion white in his school (3) 

i 

We can now write Pni as a sum of terms of proportions Negro at different 
levels in the overall system, corresponding to segregation at different levels, 
as described in Section V. That is. 



^James McPart’and provided the authors with the results from the Coleman, 
op. cit. , study in the form needed to estimate the educational disadvantage. 
They are for ninth grade Negroes in the North. 
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(4) 



P • ~ ^XT (P “ P ) + 
where : 



cc 



■ V ^'’cs - + (Pni - 



N 






cc 



cs 



= Na tiona l proportion Negro kmbng school age children 
= M etropolitan proportion Negro among school age children 
= Ci ty Census proportion Negro among school age children 
= C ity School p roportion Negro among enrolled students 



^ni Pi^oportion Negro in i's particular school 

“i:.' ss.:s: 

■ •“ * ■” "« * <'« ■ V ♦ »„ ■ V * ♦ <p„ - ■ 



^4) (6) /7\ 

.61 + .57 PN + .57(P -P ) + 57 /p p ^ v 

^ M V + -57(P,, - P^) + .57, P^^ - P^^) + .57(p^.-P ) (5] 



(4) 



ni cs‘ 



The numbers in parentheses correspond to the items in Tables Jff and it, T 

IS, .57(P - P ). for instance is the effect on individual i of 'ivinv 

irBSL^^::t::rof - ^4 

exacflv hViQ society where all metropolitan areas hava 

exactly the same proportion Negro, P^, areas nave 



That 



for M the Lgro ItuLn^ in f disadvantage 

scho^, with differenrnroiLr \7‘ students go to different 

the.efore add up’fll the T S estimf^d average. We can 

each individual, and dividl’bfN ®>i“<=ntional disadvantage for 

gives, after :o;e^:?get:i: L^ni^^ullwo'r' 



(1) (2) 



N 

e- =Xe, 
i=l 
N 

' ;K (8) 

•57^ n (p - p ). 
1=1 ^ 1 cs 



(4) 



.61 + .57 P + .57 (P^ 
N M 



( 6 ) 



(7) 



"n> + •” (Pec - Pm> + -57 (PI 3 



P ) + 

CC 



N 



( 6 ) 
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Since all of the terms in equation (5) except the last are the s^ 
students in the City, their average is the same' as it is for each individual. 
Only the last terra is different for different Negro students in the City. 

But it is the sarae £on all students in a particular school. We have written 
the last terra then, in terras of schools, rather than individuals. For each 
of the K schools, we multiply its number of Negro students, n^, by the 
proportion Negro in that school, minus thfe . proportion Negro in the Photic 
school system. The numbers in parentheses above the terras in equation (b; 
again correspond to the items in- Tables 1^ and It . 



For the actual calculations, P^^ were all obtained from the 

proportion Negro in the 5-19nage group in the 1960 census. is the 

proportion nationally of that age group Negro in 1960,.P^ the proportion 

Negro in that age group in the total 5-19 population of Baltimore City and 
Baltimore- County, P the proportion of 5-19 year olds who were Negro in 
in the City in 1960?^ P and p^ were obtained from school records on the 

on the number of Negroes and whites in each school in Baltimore City and 
County for 1965. The disparity in dates very slightly exaggerates item 
(7) in both Table I S and Table Ife . 
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APPENDIX C 



Calculation of "Tipping Point” 

The basic idea of the analysis of tipping points is that of the moving 
average . This technique is much used in the economic analysis of time 
series . 

Suppose that we want to estimate how much the percentage Negro increases 
during a year, in schools that start at 5 per cent Negro. Looking at the 
Baltimore City data, we find that there are only 17 schools which, during some 
year, started the year with between 4 and 5 per cent Negro. This is quite an 
unstable basis for estimating what happens in this area. (It gets worse at 
other percentages. For instance, there was only one school during one year 
which had between 52 and 53 per cent Negro.) 

In order to get a more stable estimate of what goes on in the general 
region of 5 per cent Negro, we can take an average of all schools "near ” 

5 per cent Negro. In this analysis, Vfe have chosen to consider all schools 
falling 5 per cent on either side of a given percentage Negro as being "near" 
that percentage. 

Hence what we do is the following. We have the computer locate all 
schools which in a given year, fell between 0 and 10 percent Negro. . Then we 
go on to the next year, and locate a schools falling in the interval 
between 0 and 10 per cent (some of them, of course, will be the same schools). 
We continue this for all the years for which we have data. For all these 
"school yeac^' (the number given in the last column of Table ^*<>) which began 
with from 0 to 10 per cent Negro, we calculate the percentage change Negro 
from that year to the next. Then we compute the average of all these percen- 
tage changes. This is the number reported in column 3 of Table ^O. 

In order to estimate approximately the net percentage of all whites who 
had to leave, for the school to increase as much as it did in percentage 
Negro, we assumed that the number of students did not increase during the year. 
Probably most schools become more crowded as the proportion of Negroes 
increases, but we ignored this in our rough calculations. With this assump- 
tion, we can estimate the net percentage of whites leaving per year by the 
ratio 



p _ Percentage increase in Negroes x 100 (1) 

Estimated percentage white (midpoint) at beginning. 

This is because, with the assumption, the percentage increase in Negroes equals 
the percentage of the total school who would be whites leaving. Hence 

• Whites leaving 

F = ■ Total School ^ ^ = Whites leaving x 100 

Whites at beginning Whites at beginning 

Total School ^ 

When the percentage of whites at the beginning is very small (less than 10 per 
cent, say), this estimate is essati ally the same as dividing by zero. In order 
to estimate the percentage of whites who leave from dominantly Negro schools, 
we would have to use a different form of calculation. Since there are so 
few of them, and since they have little effect on overall segregation patterns, 
we have not done this calculation. 



47 



